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ABSTRACT
The purpose of this project is to identify how elementary general music curriculum can
address the negative impacts of the sense of isolation felt by elementary music students
because of COVID-19. When designed appropriately, components of the elementary music
curriculum can help recover the sense of belonging lost during the implementation of forced
remote and hybrid learning platforms. With the use of large-group surveys, this qualitative
research study investigates the sense of isolation felt by elementary general music students
after remote school attendance, hybrid school attendance, and non-attendance. These
perspectives did not exist until recently, as the effects of the COVID-19 pandemic are still
being discovered and experienced by public school students nationwide. This study also
examines the pre-pandemic elementary general music curriculum to determine how the
existing curriculum could be utilized or modified to address the isolation felt by these
students based on the results of the submitted surveys. Perspectives on enjoyment,
relationships, and technology are themes discovered through examining participant survey
data and reviews of pandemic-related literature. Results indicate that the sense of isolation felt
by students can be addressed in the curriculum by creating a course sequence which
incorporates inclusive music practices that help students understand their perspectives and the
perspectives of others. This study may encourage the development of curricular resources
which combat the adverse effects of events that devastate established educational systems and
processes.
Keywords: General music, curriculum design, COVID-19, social-emotional learning
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CHAPTER 1: INTRODUCTION
Overview
A curriculum is a living document intended to be updated and changed annually to meet
the ever-changing needs of students.1 Just as the world is constantly changing, students need to
have a curriculum that prepares them for the world which they are entering. The music education
curriculum is no different; it is a curriculum that exists to meet the musical needs of the students
and the surrounding community. Not every community consumes and engages in music the same
way. Therefore, the music curriculum must be flexible enough to accommodate the varying
musical needs of each community. Music education can also serve non-musical needs to
maintain relevance in an increasingly diverse and opportunistic world.
This study aims to continue the historical trend of evaluating and redesigning curriculum
to meet the needs of those affected by its implementation. This curriculum evaluation is in
response to a global health crisis and its negative educational impact on students. Doing so,
however, requires a historical understanding of how music education has developed in the United
States, along with an understanding of the pre-existing challenges associated with developing
music curricula and other catalysts for change in the field of music education.
Background of Topic
Three factors have prompted significant change in music education and curriculum;
however, none resulted from a global health crisis. They include education reform, federal
government programs, and the evolution of music teaching methods. It is necessary to

1
RI Department of Education, “Curriculum,” Rhode Island Department of Education, accessed
June 25, 2021, https://www.ride.ri.gov/InstructionAssessment/Curriculum/CurriculumDefinition.aspx.
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understand how history has influenced music education to determine how it can continue to
develop in the future in response to non-musical factors.
Education Reform
Education reform has been an ongoing effort in response to societal demands since the
1950s.2 Examples include the impact of World War II and the push for science in schools after
the Soviet Union launched Sputnik I. The fear of no longer being a world leader prompted
sweeping reform over the educational system in the United States.3 This fear led to an
unbalanced school curriculum noticeably lacking in vocations, arts, and music. The educational
imbalance this caused prompted an overall decline in the quality of education in the United
States. This was compounded by economic inflation in the 1970s, causing significant budget cuts
for public school departments. Cost-saving measures included reducing the number of classes
students could take each day; 4 this reduced the number of opportunities students had to engage in
elective activities, such as music.
Music education continued to struggle for relevance in the school curriculum from the
1980s to the present, as societal shifts and needs continued to change. However, music education
overcame these struggles by meeting the needs of society. For example, the civil rights
movements which have taken place since the 1960s have been societal needs that music and
music education addressed.5 That form of relevance required that music remain a necessary part

2

Michael L. Mark and Patrice Madura, Contemporary Music Education (Boston: Cengage Learning,

2013), 11.
3

Ibid., 12.

4

Ibid., 15.

5

Ibid., 21.

3
of the curriculum even as educational imbalances occurred due to poorly perceived societal
demands from the federal government.
Curriculum Confusion
Historically, the music education curriculum has adjusted to educational reform and
perceived societal needs. However, with every adjustment comes a new philosophical
perspective regarding how and why music should be a learned component in public schools.
These new philosophies create a significant problem for the field of music education as a whole;
it is no longer possible to succinctly or definitively explain the purpose of music education and
its function in school and society. Music education advocates cannot agree on its purpose, as the
purpose of music education has frequently changed to meet the demands of the community it
serves.6 This trend does not end with education reform, unfortunately, as non-educational factors
impact this as well.
Federal Government Programs
Federal government programs such as the No Child Left Behind Act (NCLB) forced
music to the edge of relevance in public education as the government’s actions made it relatively
clear which content areas were the most important: Reading, math, and science. At this point, the
field of music education became its advocacy team and made false claims in a desperate attempt
to remain relevant, the most baseless claim being that music made people more intelligent and
improved test scores.7 Those claims had to be substantiated by music educators. As a result,

6
Eric E. Branscome, “The Impact of Education Reform on Music Education: Paradigm Shifts in Music
Education Curriculum, Advocacy, and Philosophy from Sputnik to Race to the Top,” Arts Education Policy
Review 113, no. 3 (2012): 116, doi:10.1080/10632913.2012.687341.
7

2011), 52.

John L. Benham, Music Advocacy: Moving from Survival to Vision (Lanham: R & L Education,
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music classes became the place to supplement reading and math skills. Although the field of
music education was addressing a societal need, it was a harsh over-correction that devalued
music education as a whole. Historically, it is required of music educators to react to remain
relevant, rather than be proactive. Music teaching methods and small community needs are how
music educators engage with the community proactively.
Music Teaching Methods
The foundation of the music education curriculum for children begins with the music
teaching method implemented by their teacher. The teaching methodology is the primary
modality in which students will interact with music in school. Popular music teaching methods,
such as Dalcroze, Orff, and Kodaly, have been in practice since the 1900s and have remained
largely the same since their inception.8 However, contributions to music education have led
researchers and educators to understand better how children learn music;9 the research of Edwin
Gordon and his music learning theory is the most notable and applicable for modern music
educators.10 Applying this research to reputable teaching methods, such as the ones mentioned
above, is an accessible way for educators to keep their curriculum relevant from an educational
standpoint.

8

Mark and Madura, Contemporary Music Education, 98-106.

9

Edwin E. Gordon, Learning Sequences in Music: A Contemporary Music Learning Theory (Chicago: GIA
Publications, 2012), 25.
10

Ibid., 25.
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The COVID-19 Pandemic and Education
COVID-19 is a deadly coronavirus that originated in Wuhan, China, in December of
2019.11 This virus is notable for its high infection rate amongst humans. The COVID-19
pandemic began impacting schools in the United States in March 2020;12 states began closing
school districts in response to the rapid spread of the deadly virus. In turn, this forced school
districts to rely exclusively on remote learning without having the necessary infrastructure or
training to implement the new learning platform successfully.
Remote and hybrid teaching models became the norm for schools in the United States
from March 2020 to June 2021. Many school districts began the 2020-2021 school year in either
a remote or hybrid teaching and learning model and slowly reintroduced students to an in-person
classroom as emergency restrictions lifted. These transitions and interruptions to typical
schooling meant fewer overall learning opportunities for students. Some variables were beyond
the control of school districts, such as parental supervision and oversight during remote
instruction, where students were unaccounted for academically and could not be held
accountable for their learning.
It is not completely understood if the educational ramifications of enduring harsh
protective measures to mitigate the virus’s spread will have lasting effects on students. However,
school departments have begun to examine how students have suffered academically and
emotionally and have also begun remediation processes; summer schooling and extended school

11
Center for Disease Control and Prevention, “Basics of COVID-19,” Centers for Disease Control and
Prevention, accessed June 27, 2021, https://www.cdc.gov/coronavirus/2019-ncov/your-health/about-covid19/basics-covid-19.html.
12
Education Week, “Map: Coronavirus and School Closures in 2019-2020,” Education Week, accessed
June 27, 2021, https://www.edweek.org/leadership/map-coronavirus-and-school-closures-in-2019-2020/2020/03.
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days have become options for school districts to utilize to bring student learning back to an
appropriate level for a given grade.
Theoretical Framework
Value-Oriented Curriculum Theory
This thesis project is inherently rooted in curriculum theory. Curriculum theory is a
theory that explains and organizes curriculum and curricular phenomena.13 Curriculum theory
and development are fundamental components in teaching and learning and influence educators’
values and preferences. Curriculum theory is relevant to the study and is a critical component in
determining the valuable elements in the curriculum development process. Value-oriented
curriculum theory will be the lens through which the researcher conducts the study. Valueoriented curriculum theorists raise awareness of value issues that exist in the curriculum.14 Value
issues in this study include how some students’ needs are being met in a given curriculum while
the needs of others are not. According to Allan Glatthorn, value-oriented theorists examine
issues such as how “schools consciously or unwittingly mold children and youth to fit into
societal roles predetermined by race and culture.”15 Relationships between society and school are
critical to value-oriented theorists.
Furthermore, value-oriented curriculum theory is the perspective educators should
assume when reading and examining this study, as different curricular perspectives may yield
different curricular results and decisions. For example, a structure-oriented curriculum theorist

George A. Beauchamp, “Curriculum Theory: Meaning, Development, and Use,” Theory Into
Practice 21, no. 1 (1982): 24, doi:10.1080/00405848209542976.
13

14

Allan A. Glatthorn, Bonni F. Boschee, and Bruce M. Whitehead, Curriculum Leadership: Strategies for
Development and Implementation (Thousand Oaks: SAGE Publications, 2019), 131.
15

Ibid., 131.
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may view this study from a more mechanical standpoint; they may examine how curriculum can
break down into parts.16 Structure-oriented curriculum theory misses the purpose and
significance of this study. Reasons for redesigning a post-pandemic curriculum may not be for
the needs of the curriculum and its parts, but rather, the needs of the students and their lives in
and out of school.
Music Learning Theory
Another prevailing theoretical framework guiding this thesis is Music Learning Theory
(MLT). Although curriculum theory was the basis for curriculum development in this project,
MLT was the foundation for the musicianship skill sequencing related to the students’ needs and
desires. MLT is a theory for how people learn when they are learning music.17 Due to the thesis
project being based explicitly on the elementary music curriculum, a learning theory that was
research-based and music-focused became the guiding framework. A discussion of MLT
continues in further detail in chapter two.
Statement of the Problem
The COVID-19 pandemic has had adverse effects on elementary school music students
and the elementary general music curriculum. The curriculum development process became
entirely upended by the COVID-19 pandemic. Surviving the school year and converting inperson content to a remote or hybrid platform became the priority for many music teachers.
Unfortunately, schools ignored the music curriculum as the social-emotional needs of the
students became a national priority. The newness of the pandemic and the problems it caused

16

Glatthorn, Boschee, and Whitehead, Curriculum Leadership, 130.

17

Gordon, Learning Sequences in Music, 25.
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raised questions regarding the elementary general music curriculum and the adverse effects the
COVID-19 pandemic has had on elementary music students.
Statement of the Purpose
The purpose of this qualitative study was to examine new perspectives that arose from the
COVID-19 pandemic and contribute to the remediation and repair of student learning through
thoughtful curricular design changes as they relate to music teaching at the elementary level.
Exploration of qualitative student survey data and existing literature assisted the discussion of
educational issues caused by the pandemic and the required steps to correct such issues.
Significance of the Study
This study is crucial for improving and updating the elementary general music
curriculum. Due to the pandemic upending typical curriculum development processes, there is a
need to investigate the elementary general music curriculum and the adverse effects the COVID19 pandemic has had on elementary music students. Few studies have addressed music teaching
and learning during the COVID-19 pandemic. However, the studies which include the topic are
from the educators’ perspective or address students in an older age group. For example, Leon de
Bruin investigated the curricular practices of instrumental music teachers at the secondary level
during the pandemic.18 His discoveries regarding the importance of relationship-building and
interpersonal communication in teaching practices are invaluable.19 However, the student
perspective is noticeably missing; students may have a different perception of what took place in
their music classes during the pandemic. This study’s focus on the elementary music students’
Leon R. De Bruin, “Instrumental Music Educators in a COVID Landscape: A Reassertion of
Relationality and Connection in Teaching Practice,” Frontiers in Psychology 11 (2021): 1,
doi:10.3389/fpsyg.2020.624717.
18

19

Ibid., 6.
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perspective is unique compared to the few existing studies related to music teaching during the
pandemic.
The study is crucial to improving the well-being of students in the elementary general
music classroom. The answers to the questions in this study may identify the ways non-musical
concerns created by the pandemic should be addressed, such as a sense of belonging, before
effective music learning can occur. The theory of action resulting from this study may directly
and immediately apply to existing elementary music classroom curricula and practices. Under
normal circumstances, educators foster a sense of belonging in the classroom organically through
shared activity. However, the pandemic forced educators to react to the issues it caused by
making concerted efforts to create a safe space and reduce pandemic-related stress. A study
conducted by Elizabeth Parker outlines the need for a study that addresses stress reduction in the
music classroom;20 the pandemic only exacerbates the need and benefit of this study. Parker
states in her research that “student belonging can be facilitated through specific steps taken by
the choral director.”21 This study applies that concept to the elementary general music teacher as
research specific to the elementary general music classroom is lacking.
Research Questions
RQ1: In what ways, if any, do school non-attendance and remote learning due to COVID19 impact elementary school students?

Elizabeth C. Parker, “Exploring Student Experiences of Belonging Within an Urban High School Choral
Ensemble: An Action Research Study,” Music Education Research 12, no. 4 (2010): 350,
doi:10.1080/14613808.2010.519379.
20

21

Ibid., 350.
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RQ2: In what ways, if any, can the elementary music curriculum be leveraged or
redesigned to address the negative impacts of COVID-19 sense of isolation for
elementary music students?
Definition of Terms
Audiation: The comprehension and understanding of music being heard or heard in the past.22
Curriculum: An organized sequence of instruction and experiences comprised of goals,
methods, materials, and assessments.23
Curriculum Theory: An explanation and organization of curricular phenomena.24
Distance Learning/Remote Learning: The administration of curriculum through exclusively
internet-equipped devices.25
Music Learning Theory: Edwin Gordon’s explanation of how people learn music. Based on the
types and stages of audiation and a specific skill-learning sequence.26
Musical Social Emotional Learning: The incorporation of social and emotional learning
through a specifically musical lens.27
Skill-Learning Sequence: The sequence of how the types and stages of audiation progress in
students who have experienced tonal and rhythmic components of music.28 The skill learning

22

Gordon, Learning Sequences in Music, 3.

23

RI Department of Education, “Curriculum.”

24

Beauchamp, “Curriculum Theory,” 24.

Andreas M. Kaplan and Michael Haenlein, “Higher Education and the Digital Revolution: About
MOOCs, SPOCs, Social Media, and the Cookie Monster,” Business Horizons 59, no. 4 (2016): 441,
doi:10.1016/j.bushor.2016.03.008.
25

26

Gordon, Learning Sequences in Music, 25.

Scott Edgar, “Social Emotional Learning and Music Education: Now More Than Ever,” Southwestern
Musician, August 2020, 30, https://www.tmea.org/wp-content/uploads/Southwestern_Musician/Articles/SELMusicEd-NowMoreThanEver-Aug2020.pdf.
27

28

Gordon, Learning Sequences in Music, 93.
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sequence of discrimination learning is aural/oral, verbal association, partial synthesis, symbolic
association, and composite synthesis. 29 The skill learning sequence for inference learning
includes generalization, creativity and improvisation, and theoretical understanding. 30
Social-Emotional Learning: The personal development of skills relating to the management of
self-awareness, relationship-building, and emotions.31
Vernacular Musicianship: How music is played, consumed, and learned natively outside the
formal classroom setting.32
Conclusion
Developing and implementing a curriculum is normative for music teachers in all K-12
specialties because no national music curriculum exists. The COVID-19 pandemic and the
emergency measure implemented to mitigate the spread of the virus compounded this issue.
Teachers and students had to adapt to remote and hybrid learning platforms with varying
success, integration, and engagement levels. This upended curriculum development and progress
as uncertainty regarding what could and could not be taught meaningfully through a remote
learning platform became the primary concern.
The COVID-19 pandemic created many unexpected problems within the field of music
education and education as a whole, more specifically by jeopardizing students’ social-emotional
well-being. Issues such as isolation and a sense of belonging became prevalent as students could
not interact with teachers, peers, and non-household family members in familiar ways.

29

Gordon, Learning Sequences in Music, 145.

30

Ibid.

31

CASEL, “What is SEL?,” CASEL, accessed February 13, 2022, https://casel.org/what-is-sel/.

32
Heather N. Shouldice, “Encouraging Vernacular Musicianship in the Music Learning Theory
Classroom,” Audea 18, no. 1 (2013): 10, https://giml.org/formembers/audea/.
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Addressing these issues required participation from all facets of curriculum and instruction to
account for every student’s learning needs.
By examining the new perspectives which arose from the COVID-19 pandemic, music
educators can contribute to the remediation and repair of student learning through thoughtful
curricular design changes related to music teaching at the elementary level. Despite existing
research covering curricular design and student well-being in music, little research has addressed
young students’ perspectives and perceptions of the music classroom. This missing research,
combined with the adverse effects of the COVID-19 pandemic, outlines a significant gap in the
research that this study aimed to address. This qualitative study created a replicable example of
how music educators can redesign their music curriculum to address the negative impacts of
sense of isolation for students due to the COVID-19 pandemic.
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CHAPTER TWO: LITERATURE REVIEW
Overview
This literature review aims to provide necessary background knowledge and content
leading to the inception and need of this study as it relates to historical trends in elementary
general music teaching and curriculum. This section opens with an outline of the current status of
music and fine arts programs in public schools. The second section explores curriculum design at
both the district-wide and elementary levels. Section three narrows in scope to outline trends in
music teaching and curriculum in elementary schools. Social and emotional learning in the music
classroom comprises section four. The last section discusses the currently discovered
implications of COVID-19 on students and teaching in public schools.
Music and Fine Arts in Public Schools
Status of Music and Fine Arts Programs in Education
Statistical data from 1999 to 2010 indicated that music and arts programs were thriving;
94% of elementary schools in the United States offered music as a course subject to their
students in both 1999 and 2010.33 However, principal perceptions of music programs were
considerably less favorable. A 2007 Ohio study of principals discovered that 71% of principals
surveyed ranked music and arts programs as the least essential subject compared to subjects
deemed critical by the NCLB. 34 The NCLB and educational leaders’ perception of music and arts

33
National Center for Education Statistics, Arts Education in Public Elementary and Secondary Schools:
1999-2000 and 2009-10 (Washington D.C.: U.S. Department of Education, 2012), 5,
https://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2012014rev.
34
Kevin W. Gerrity, “No Child Left Behind: Determining the Impact of Policy on Music Education,” (PhD
diss., The Ohio State University, 2007), ProQuest (3262133).
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programs concerned music educators as it later had damaging effects on music program budgets,
enrollment, and participation.35
Music and fine arts programs in public schools across the United States experienced a
small victory in 2015 when President Barack Obama signed the reauthorization of the
Elementary and Secondary Education Act (ESEA), later renamed the Every Student Succeeds
Act (ESSA).36 The ESSA, for the first time in United States history, included specific language
that recognized music and arts as one of the requirements for a “well-rounded education.”37 Once
these laws took effect in 2016, music and arts educators accessed Title I, II, and IV funds to
bolster their programs.38 School districts were also discouraged from removing students from art
and music classes for remediation once the ESSA took effect.39 Although the specific language
used in the ESSA was simply guidelines and did not entirely inhibit school administrators from
suppressing music and arts programs, music and art educators finally had the chance to develop
their programs with governmental support.
Despite improved national-level support, music educators did not perceive that as one of
the primary factors impacting modern music programs. Based on a survey of 432 teachers
conducted by Abril and Bannerman, music educators felt that the most significant impacts on the
status and health of their music programs occurred at the micro-level.40 Scheduling, school

Carlos R. Abril and Julie K. Bannerman, “Perceived Factors Impacting School Music
Programs,” Journal of Research in Music Education 62, no. 4 (2014): 345, doi:10.1177/0022429414554430.
35

36

NAfME, “Everything ESSA,” NAfME, accessed January 22, 2022, https://nafme.org/advocacy/essa/.

37

NAfME, “Everything ESSA.”

Every Student Succeeds Act, “Title VIII - SEC. 8002. DEFINITIONS — Every Student Succeeds Act
(ESSA),” Every Student Succeeds Act (ESSA), accessed January 22, 2022,
https://www.everystudentsucceedsact.org/title-vlll.
38

39

Every Student Succeeds Act, “Title VIII.”

40

Abril and Bannerman, “Perceived Factors,” 351.
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administration, and finances were amongst the most common concerns raised when asked about
the most significant impacts on their programs. 41
Although music and arts educators had greater access to Title funds due to the ESSA,
fundraising continued to be one of the many responsibilities for music educators to sustain their
programs as underfunding music and arts programs became the norm.42 Fine arts programs across
the country were still vastly underfunded and needed to be subsidized by booster groups to
provide meaningful opportunities to students. Elpus and Grisé studied the 2015 IRS data of
music booster groups to prove that fundraising has provided “substantial nongovernment support
for public music education.”43 However, the extent to which music booster groups subsidized or
supplemented music programs is unclear.
Classification of Music and Arts Programs
Dr. John Benham, a music education advocacy consultant, addressed the inconsistencies
surrounding the classification of music programs in the United States by defining and outlining
three primary types of music and arts programs: curricular, co-curricular, and extracurricular.44
These classifications depend on the program’s function in the school or district as a whole.
According to Benham, curricular music programs occur during the school day and “contribute
substantially to students’ social, academic, intellectual, expressive, and communicative
development.”45 Co-curricular music programs, however impactful on students’ well-being, do

41

Abril and Bannerman, “Perceived Factors,” 351.

42
Kenneth Elpus and Adam Grisé, “Music Booster Groups: Alleviating or Exacerbating Funding Inequality
in American Public School Music Education?,” Journal of Research in Music Education 67, no. 1 (2019): 7,
doi:10.1177/0022429418812433.
43

Ibid., 20.

44

Benham, Music Advocacy, 40.

45

Ibid.
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not take place during regular school hours. Examples of potential co-curricular program
activities include band, choir, orchestra, and other performing groups. If music programs become
vehicles of public service or public relations for a school district, Benham would designate the
music program as extracurricular and at greatest risk of disbandment, due to the overall lack of
student learning outcomes.46
Lack of Fine Arts Curriculum
A 2014 study by Poulsen and Berko involving 286 fine arts teachers of music, art, drama,
and dance shared their perceptions of their respective curricula. The respondents expressed
frustration with their existing curriculum and felt that fine arts curriculum reform is long
overdue.47 Issues regarding accessibility, minimum facility requirements, and equipment
guidelines were prominent concerns when engaging with the curriculum.48 More than half of all
elementary and middle school respondents indicated that their curriculum contained “weak
areas” or was “very weak” overall.49
Outdated or non-existent fine arts curricula created struggles for teaching the most
vulnerable student populations, namely, minorities and the economically disadvantaged. Studies
on the implementation of fine arts programs in school districts demonstrated significant social
implications and improved engagement in school overall for disadvantaged student populations.50

46

Benham, Music Advocacy, 41.

John C. Poulsen and Andreas D. Berko, “Fine Arts Curriculum Survey 2014: An Examination,” A Fine
FACTA 15, no. 2 (2016): 30, http://ezproxy.liberty.edu/login?qurl=https%3A%2F%2Fwww.proquest.com%2Ftradejournals%2Ffine-arts-curriculum-survey-2014-examination%2Fdocview%2F1826914883%2Fse2%3Faccountid%3D12085.
47

48

Ibid., 24.

49

Ibid., 25-30.

50
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Curriculum Design
Existing research concerning teacher involvement in the curriculum design process
alluded to an overall lack of experience and expertise amongst teachers required to design and
revise their curriculum.51 There were three learning gaps in curriculum understanding, according
to a 2014 study intended to identify the areas in which teachers need the most support when
developing or revising a curriculum. These gaps included “curriculum design expertise,
pedagogical content knowledge, and curricular consistency expertise.”52
Teachers encountered several problems when engaging in curriculum design. As
teachers developed lessons and assessment series during the study, it was clear that they
understood what they needed to do; they needed to create evaluation tools for both the students
and the validity of the curriculum itself. However, progress came to a halt many times because
they did not know how to go about what they sought to accomplish.53 This made the researchers
aware of the need for more curriculum design instruction for educators. Researchers also noted
that educators were unaware of the need to discuss a shared vision or analysis of curriculum
during the design process, confirming a replicable 2009 study by Handelzalts.54 Pedagogical
content knowledge and curricular consistency expertise were also considered gaps in teachers’
curricular understanding. The study confirmed that teachers continued to rely heavily on what
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was familiar to them rather than continue with the designed lessons and teaching instruments
developed for the given curriculum.55
Curriculum Theories
As defined by George Beauchamp, a curriculum theory is a theory that explains and
organizes curriculum and curricular phenomena.56 Although anyone can develop a curriculum
theory, most curriculum theories fall into one of four categories based on their type of inquiry.
Glatthorn, Boschee, and Whitehead developed the following categories for organizing
curriculum theories: Structure-oriented theories, value-oriented theories, content-oriented
theories, and process-oriented theories.57
Structure-oriented theories center around the relationships between curricular
components and the curriculum’s environment.58 For example, a structure-oriented curriculum
theory could seek out an explanation for how crucial concepts in a given field of study should
interact with the curriculum.59 Value-oriented curriculum theories typically raise awareness of
value issues in a curriculum.60 Value issues include how some students’ needs are being met in a
given curriculum, while the needs of others are not. Content-oriented theories focus on the
primary content areas that influence the curriculum.61 Process-oriented theories focus on
curriculum development as an interaction between students, teachers, parents, and stakeholders. 62
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Aspects of Curriculum
Those who have described curricula as a mere syllabus have limited curricular change
rather than assisted in its growth and development. Curricula can be organized into their
respective components or aspects when experienced in a public school setting. The type of
curriculum most often referenced when developing a curriculum is the educational curriculum,
that is, a focus on independent thinking within a content area.63 The total curriculum, an
expansion of the educational curriculum, broadens the discussion of curriculum from one content
area to the relationships between every content area offered at an institution of learning. 64 The
focal shift from one content area in the educational curriculum to the whole child’s learning in
the total curriculum is often considered a priority to educational leadership.
Educators encountered a new curriculum component after the execution of the planned
curriculum. Completing a planned curriculum created a distinction between what teachers
planned and what the students received from the curriculum.65 Thus, the planned and received
curriculum became separate curricular components needing consideration during the curriculum
development process. The received curriculum is sometimes referred to as the hidden
curriculum, as some learned concepts are implied and unintentional. For example, certain
concepts and ideas not included in a curriculum may cause students to unconsciously devalue
ideas and other beliefs based on their lack of inclusion in the classroom.66 Although educators
and curriculum consultants typically agree with the importance of a meaningful educational
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curriculum, consultants have also brought other meaningful aspects of the curriculum to
educators’ attention.
Elementary Music Education
Music educators have researched and developed various ways to engage students in
music learning, the development of musicianship skills, and the understanding of musical
concepts. This is especially true at the elementary level, where the most significant impact can
occur as students develop into young people and musicians.
General Music Curriculum
Developing a school or district-wide general music curriculum weighs heavily on the
incumbent music teacher. This is due to the simple fact that there is no national music curriculum
in the United States.67 As such, many elementary general music teachers developed their
curriculum for the population they teach.68 The experience-based curriculum designed by music
teachers typically involves living documents that change to meet the students’ musical and nonmusical needs and enable them to reach their fullest potential.69 As opposed to outcomes-based
curriculum, experience-based curriculum lends itself well to music teaching and learning because
it is flexible and involves students’ lived experiences. Jennifer Mellizo, a music curriculum
specialist, considers an experience-based curriculum to be more inclusive and equitable than an

67

Suzanne L. Burton and Alison Reynolds, Engaging Musical Practices: A Sourcebook for Elementary
General Music (Lanham: Rowman & Littlefield, 2018), xiii.
68

Ibid., xiii.

69
Jennifer Mellizo, “Music Education, Curriculum Design, and Assessment: Imagining a More Equitable
Approach,” Music Educators Journal 106, no. 4 (2020): 59, doi:10.1177/0027432120917188.

21
outcomes-based curriculum because educational purposes guide it, and it “prepares people for
living in an unstable, changing world.”70
Music Teaching Methods
Music teaching methods continue to be a significant component for educators to consider
when developing a curriculum. The selected method or methods often inform the sequence of
instruction for a given curriculum. Several well-known methods for sequential music instruction
have gained recognition and use throughout the United States, including methods developed by
Dalcroze, Orff, Kodaly, and Gordon. Each method has specific rule sets for successful execution
and implementation. However, despite their differences, they all offer a sequential approach to
teaching improvisation, composition, and musical independence.
The Dalcroze Method
The sequence offered by Emile Jaques-Dalcroze is a full-body experience that contains
three pillars of focus that must be taught simultaneously, including rhythmic solfege,
improvisation, and eurhythmics.71 Dalcroze first focused on rhythmic solfege to develop
students’ aural perception, or inner hearing, of music. He believed that by combining body
movement and tonal patterns, students could more intimately experience pitch intervals.72
Dalcroze incorporated body movement into every component of his method. He justified the
inclusion of movement in improvisation instruction because children first learn to communicate
through movement as they develop. As such, he made sure to include movement as his first
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means of communicating through music. Because musical improvisation is analogous to
language communication, he ensured his improvisation instruction was rich in body movement
and expression.
Although included last in the Dalcroze Method’s final stages of development,
eurhythmics is the most famous component of his music teaching methodology. 73 Through
eurhythmics, Dalcroze aimed to develop a mind-body connection with musical components and
enable people to turn musical experiences into bodily movements and actions.74 He created five
musical games to achieve his goal: quick response games, following games, replacement games,
interrupted canon games, and continuous canon games.75 Robert Abramson articulated the
learning sequence students experience when engaging in Dalcroze eurhythmics: hearing,
moving, feeling, sensing, analyzing, reading, writing, improvising, and performing. 76
The Orff Approach
The Orff Approach to music teaching is an interactive process that engages students in
playing instruments, singing, moving, dancing, and creating or improvising. 77 Created by Carl
Orff and influenced by Dalcroze Eurhythmics, the Orff Approach embraces the concept that
patterns in music are closely related to movement and speech; Orff addressed this concept by
focusing on ostinato and bordun pattern instruction in his teaching approach.78 As reported by the
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American Orff-Schulwerk Association, the incorporation of spontaneous play is necessary for all
components of the Orff teaching process, which include preliminary play, imitation, exploration,
and improvisation.79 Through this process of performance-based activities, the expectation was
that students would build a vocabulary of rhythm and tonal patterns as tools for their own
musical creations.80 Orff published his sequential teaching program between 1950-1954 and
included five volumes, Pentatonic Nursery Rhymes and Songs, Major: Bordun, Major: Triads,
Minor: Bordun, and Minor: Triads.81
The Kodaly Concept
Zoltan Kodaly first published the Kodaly Method in Budapest in 1938. However, it
would not reach the United States until 1968, when it would become known as the Kodaly
Concept.82 Kodaly based his methodology on what he knew about child development at the time
and used rhythm syllables, solfege syllables, and Curwen hand signs as teaching tools. Kodaly
believed that rhythmic and melodic skill development occur simultaneously as children
develop.83 This principle is observable in many Kodaly-inspired music classrooms, as rhythm
and melody have equal importance in music activities and experiences. Kodaly’s purpose for his
method came from his belief that people have the right to know how to read and understand the
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music of their culture.84 Despite being a literacy-centric method, he believed that music learning
must begin with singing and that aural skills needed nurturing at a young age. 85
Gordon’s Music Learning Theory
One may consider Gordon’s Music Learning Theory (MLT) a modern amalgamation of
the teaching methodologies and principles that came before it. Gordon separated himself from
his predecessors by researching what to teach, when to teach it, and why to teach musical
concepts rather than how to teach them. Through his decades of research, he developed a theory
for how people learn music so that educators can better inform their teaching practices. Gordon’s
MLT considers music learning analogous to language skill acquisition occurring both through his
newly developed concepts of audiation and music aptitude and borrowed concepts modified
based on his research, such as tonal and rhythm pattern instruction.86 Audiation, according to
Gordon, is the “process of assimilating and comprehending music momentarily heard performed
or heard sometime in the past.”87 He believed that audiation is the catalyst for musicianship and
must be nurtured and cultivated in a developmentally appropriate way that is best suited to one’s
potential to achieve in music.
For teachers to act on his theory, Gordon developed a skill learning sequence reliant on
tonal and rhythm pattern instruction that aligns with his discoveries of how people at any age
learn music; that is, to audiate. The first level of the skill learning sequence, discrimination
learning, outlines the process for skill development. The sublevels for discrimination learning
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include aural/oral, verbal association, partial synthesis, symbolic association, and composite
synthesis.88 Students must reach their potential on a given sublevel before moving to the
following sublevel. For example, Gordon developed the aural/oral sublevel for students to listen
to and repeat tonal and rhythm patterns on a neutral syllable.89 The verbal association sublevel
follows the aural/oral sublevel for students to assign meaning and comprehension to their sung or
chanted patterns.90 Gordon maintained that to guide students through the skill learning sequence
successfully, students needed to acquire a vocabulary of chordal tonal patterns and meter-based
rhythm patterns. His justification for this was that “speaking, singing, and chanting are primarily
psychological activities.”91 Therefore, internalizing these skills became necessary for people to
engage with them.
The second level, inference learning, is where students use the skills acquired during
discrimination learning to learn independently and identify unfamiliar patterns based on the
patterns they have deemed familiar.92 The sublevels of inference learning include generalization,
creativity, improvisation, and theoretical understanding.93 In each of the sublevels, the educator is
not allowed to teach, only guiding the students toward teaching themselves and making
discoveries as a means of developing musical independence.94
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Vernacular Musicianship
Christopher Small first described vernacular music as music “of the common tongue.”95
Educators have interpreted this as simply incorporating popular music in the classroom.
However, that definition did not fully encompass what it meant to engage in vernacular musicmaking or musicianship, as it did not include how music is played, consumed, and learned
outside the formal classroom setting. Vernacular music became necessary for modern music
educators to keep students engaged in music learning. With that came the issue of incorporating
vernacular music in a meaningful way; educators found it challenging to make it fit the typical
mold of tried-and-true music teaching methods.96 Their answer to this problem became the
adjustment of music programs to include vernacular music practices. 97
Educators had to make music learning more accessible to students. They accomplished
this by incorporating informal music practices in the classroom with students’ preferred musical
genres and styles.98 These practices became known as vernacular musicianship, or the
musicianship skills developed when people engaged in music in an informal setting such as a
party or garage band. Heather Shouldice, a music education researcher and MLT specialist,
outlined several unique vernacular musicianship skills separate from classical music-making.
They include “listening and functional aural skills, creative music-making, group learning and
collaboration, choice of repertoire, and self-teaching.”99
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Listening and functional aural skills contrasted classical music learning by changing the
focus from notation and theory-based instruction to enculturation-based instruction. As defined
by Lucy Green, enculturation is the “acquisition of musical skills and knowledge by immersion
in everyday music and musical practices.”100 Educators discovered that rote music learning and
playing chord progression and harmonies contribute to developing functional aural skills.101
Social and Emotional Learning
The Collaborative for Academic, Social, and Emotional Learning (CASEL), an
organization dedicated to advocating and advancing social and emotional learning (SEL),
developed the modern definition of SEL. They defined it as “the process in which children and
adults acquire and effectively apply the knowledge, attitudes, and skills necessary to understand
and manage emotions, set and achieve positive goals, feel and show empathy for others, establish
and maintain positive relationships, and make responsible decisions.”102 The CASEL framework
for SEL also identified five competencies intended for inclusion in the school curriculum and
home environments. They include self-awareness, self-management, social awareness,
relationship skills, and responsible decision-making.103
SEL has existed as a part of the hidden curriculum long before its overt and meaningful
implementation in schools. However, researchers suggested that students’ social and emotional
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learning gaps become wider when SEL skills are not addressed openly in the classroom. 104 The
implementation of these competencies has already begun in nearly half of the states in the United
States, as there is a widespread agreement that the school environment includes cognitive, social,
and emotional components that could benefit from SEL.105
Musical Social and Emotional Learning
The integration of social and emotional learning in the music classroom grew in
popularity after Scott Edgar authored a book on the topic in 2020. He advocated for the
intentionality of SEL in the music classroom as the parallels between music-making and SEL
complement one another.106 Edgar defended his belief by stating that “music is inherently
emotional: It makes us feel. Music is social: It has been a rallying call for humans, always.”107 As
a result, he coined the term musical social-emotional learning (MSEL).
Teaching MSEL with intent manifests itself in the classroom through repertoire,
experiences, making connections, and reflection.108 According to Edgar, MSEL goal-setting
should include at least one of the five SEL frameworks.109 For example, an MSEL goal of
developing self-awareness or self-management may be observable in the music classroom when
students can identify and articulate their frustrations when attempting to perform a challenging
piece of music. A student has achieved self-awareness by interrupting that negative thought
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process during practice before it affects their musicianship and practice session or rehearsal. 110
Edgar identified a list of skills for each SEL framework that students develop when engaging in
MSEL. They can include the identification of emotions and feelings, self-perceptions, coping,
accepting responsibility, self-efficacy, and discipline, to name a few.111 Practice journals,
progress charts, and labeling the emotional components of repertoire are all activities that Edgar
recommended for MSEL instruction related to self-management and self-awareness.
Well-Being and Belonging
Like SEL and MSEL, well-being became a subject area schools needed to address. A
2015 pilot study by Suldo et al. outlined the promising effects positive psychology had on the
well-being of a group of fourth-grade students. The researchers created an 11-session course
focused on gratitude, character, relationships, and kindness.112 Developing a sense of gratitude in
the students by implementing grateful thinking in the curriculum improved positive emotions and
satisfaction.113 Acts of kindness had a direct impact on well-being and healthy relationships. As
such, acts of kindness followed by reflection may elongate the positive effects of engaging in
acts of kindness.114 According to the researcher, by the end of the study, the students had gained
“clinically meaningful lasting gains in multiple indicators of subjective well-being.”115
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Adjacent to well-being is an overall sense of belonging. Music educators have examined
belonging as it relates to relationships. Since relationships contribute to well-being and
belonging, it became necessary to address both concurrently. Elizabeth Parker studied the sense
of belonging students experienced in a school choral ensemble. She found that chorus
contributed to students’ sense of belonging because it was a safe place for students to bond and
share experiences in an uncompetitive environment.116 This may be transferable to interacting
with classmates in other musical contexts, as a chorus class is one of many musical contexts
where students can feel safe and live shared experiences.
Education and the COVID-19 Pandemic
The concerns caused by the pandemic have not occurred in a vacuum; they have
impacted every aspect of a child’s learning, and music education is no exception to receiving the
harmful effects of the pandemic. The global pandemic caused by COVID-19 led to drastic
lockdown measures intended to mitigate the airborne spread of the virus.117 This, in turn,
impacted the educational system in the United States. Schools were closed indefinitely and
abruptly interrupted learning as teachers and administrators quickly transitioned to makeshift
online learning platforms. Students transitioned quickly from engaging socially in in-person
learning and seeing their friends and family regularly to learning alone at home for extended
periods with little-to-no formative social interaction. The stay-at-home emergency orders put in
place had damaging effects on students’ mental and physical health around the globe. 118 Not only

116

Parker, “Exploring Student Experiences of Belonging,” 345.

Peter Byass, “Eco-epidemiological Assessment of the COVID-19 Epidemic in China, January-February
2020,” Global Health Action 13, no. 1760490 (2020): 1, doi:10.1101/2020.03.29.20046565.
117

118
Saad A. Iqbal and Namra Tayyab, “COVID‐19 and Children: The Mental and Physical Reverberations
of the Pandemic,” Child: Care, Health and Development 47, no. 1 (2020): 136, doi:10.1111/cch.12822.

31
did children suffer academically, but the overall development and well-being of children suffered
as well.
Music teaching and learning at the elementary level, up until the pandemic, was an
inherently communal activity. 119 Adjusting an in-person music education curriculum to adhere to
the confines of an online platform became rather challenging. Educators found it nearly
impossible to replicate the in-person classroom experience in a way that did not feel contrived or
forced. The modification of the elementary music curriculum shifted from group activities, such
as singing, moving, dancing, and playing instruments, to more reflective and introspective
activities.120 These activities included listening lessons, theoretical content, and watching videos.
Unfortunately, watching videos and consuming theoretical content is almost entirely devoid of
the human interaction students crave when engaging in music-making. The pre-pandemic general
music curriculum could not remedy the self-isolation caused by COVID-19 and remote and
hybrid learning.
Restrictions in Massachusetts
The COVID-19 pandemic affected public schools in Massachusetts starting in March
2020. Governor Baker issued a state of emergency on March 10, 2020, and required the
temporary closure of all public and private school buildings for “normal, in-person instruction”
for the remainder of the school year ending June 29, 2020.121 This executive order forced all
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educators in Massachusetts to revise their curriculum for an online platform without any training
or time to prepare.
After the conclusion of the 2019-2020 school year, the Governor gave school districts
guidance for beginning the 2020-2021 school year in either a fully remote teaching model or a
hybrid teaching model. Social distancing of at least six feet between all staff and students, maskwearing, cohorts, and class sizes of 12 or less were but a few of the guidelines imposed on school
districts across the Commonwealth.122 Parents also had a choice as to whether or not they wanted
to send their children to school in person.123 This had a significant impact on teachers’ abilities to
do their work successfully as they needed to teach both the students in front of them and the
students engaging in remote learning, often simultaneously.
Regardless of the learning model districts selected at the beginning of the school year,
educators needed to modify and reduce their curriculum to fit a remote learning platform. The
most commonly-used remote platforms included Zoom, Google Classroom, Microsoft Teams,
and Google Meet.124 Each platform gave students and teachers access to either live instruction,
video lectures, and a means of organizing and grading content and assignments. However, being
restricted to a single online platform reduced the level of interaction and depth of content
exploration students could experience in the classroom.
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Music, theater, dance, and physical education programs suffered greatly from The
Massachusetts Department of Elementary and Secondary Education’s (DESE) restrictions during
the height of the pandemic. Chorus, singing, wind and brass instruments, and theater were
strongly encouraged to remain remote or hold classes outdoors seated ten feet apart.125 If outdoor
classes were not possible, both masks and ten feet of distance were necessary. 126 Many schools
could not accommodate the distancing requirements imposed by DESE, forcing many music and
theater ensembles to remain remote or completely inactive until in-person learning became a
requirement for all school districts in May and June 2021.127 Music, theater, physical education
teachers needed to create lesson plans that minimized shared equipment and physical interaction
with one another.128 Singing and instrument playing had 30-minute limits to reduce airborne
particles.129
Concerns for Student Well-Being
When school departments resorted to remote learning, student learning and well-being
became an area of concern. Preliminary studies on students’ sense of belonging or mattering
during remote versus in-person instruction took place during the pandemic to better understand
students’ well-being during the shift in learning platforms; belonging and mattering play a
significant role in the overall well-being of children and adolescents.130 A recent 2021 survey of
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over 6000 students showed that elementary school students who remained in an in-person
learning format felt a greater sense of belonging or mattering than those in a hybrid or fullyonline learning format.131 The researcher suggested the results originated from fewer
opportunities for those in a hybrid or online learning format to show others that they matter, as
social cues cannot be shared easily online. They specifically noted social cues such as “a pat on
the back, a smile from a teacher or friend, an informal discussion in the hallway, or the shared
enjoyment of a funny moment.”132
Summary
This literature review offered background knowledge and content pertinent to teaching
and learning music before and during the COVID-19 pandemic. It is necessary to have a
comprehensive picture of the elements that comprise music teaching before the pandemic to
understand better the implications of COVID-19 on music teaching and learning as a whole. As
such, the researcher examined topics relating to fine art’s status in public education, curriculum
design, teaching methodology, social and emotional learning, and teaching during the pandemic.
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CHAPTER THREE: METHODS
Introduction
Curriculum development remains primarily the responsibility of the elementary general
music educator. Public school administrators and leaders typically struggle to fully realize the
purpose and function of a music curriculum or fine arts program related to the school district as a
whole. John Benham outlines music educators’ struggles when identifying how music
curriculum fits in a district curriculum or school improvement plan.133 Designating music
programs as curricular, co-curricular, or extracurricular can significantly impact the function and
success of a given program.134 The effects of the COVID-19 pandemic exacerbated the immense
pressure placed on music educators to develop curricula within those particular conditions.
Educators must focus on the musical aspects when enacting curriculum and the more human and
hierarchical needs before successful music-making can occur. The purpose of this qualitative
study was to examine new perspectives that arose from the COVID-19 pandemic and contribute
to the remediation and repair of student learning through thoughtful curricular design changes as
they relate to music teaching at the elementary level.
This chapter presents an overview of the study by discussing the research design and
guiding research questions. Furthermore, the chapter includes the setting, participants, research
procedures, data collection tools, and data analysis utilized in the study. The chapter concludes
with a thorough explanation of the ethical considerations the researcher addressed to ensure the
privacy of the student participants and the validity of the data collection processes.
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Design
This study benefited from a qualitative research method as the information sought was
not inherently quantifiable. Qualitative research methods aptly provide opportunities to examine
students’ lived experiences and beliefs in the music classroom. Quantitative methodologies, as
described by Creswell, would not accurately portray such interactive, social, and human
experiences.135 The qualitative research method deemed most appropriate for such a study was a
grounded theory design.
Grounded theory was the most fitting design for this study because the focus was to
understand better how remote learning and school non-attendance caused by COVID-19 affected
elementary school students and develop a theory of action in which music curricula can be
utilized or redesigned to address negative impacts. Grounded theory, according to Creswell, is
the derivation of a theory of “a process, action, or interaction grounded in the views of the
participants.”136 Following grounded theory design, the researcher collected survey data to
develop a theory of action, or hypothesis, about the implementation of curricular strategies based
on the information provided by the participants.
Research Questions
RQ1: In what ways, if any, do school non-attendance and remote learning due to COVID19 impact elementary school students?
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RQ2: In what ways, if any, can the elementary music curriculum be leveraged or
redesigned to address the negative impacts of COVID-19 sense of isolation for
elementary music students?
Site
The study took place at Douglas Elementary School, a public elementary school in
Douglas, Massachusetts. Survey participation was limited to fourth and fifth-grade elementary
school students who engaged in remote or hybrid music learning during the 2020-2021 school
year. According to the Massachusetts Department of Elementary and Secondary Education
School Profile, the student population at Douglas Elementary School is primarily White
(White=88.8%, Hispanic=5.8%, Multi-Race=4.9%, Asian=0.6%), and male (male=182,
female=165).137
Participants
Students in grades four and five who engaged in remote or hybrid music learning during
the 2020-2021 school year participated in the study. Parental consent, in adherence with
Institutional Review Board (IRB) policy, was granted before the students could participate.
Although the researcher required parental consent for each participant, it was impossible to link a
survey to a particular student, as no identifying information other than age was allowed on the
survey.
Data collection required a sample size of forty student participants for an opportunity to
achieve saturation. Saturation is a principle of grounded theory requiring the researcher to stop
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collecting data once additional data no longer offers new information or themes.138 Therefore, the
gathering of participants and administration of surveys ended once the researcher achieved
saturation at forty participants.
Procedures
Before beginning the study, the researcher received IRB approval from Liberty
University’s IRB (see Appendix A). Upon approval, and with permission from the site’s
principal and superintendent, recruitment and parental consent forms were sent to the parents of
the eligible fourth and fifth-grade student population at the participating school.
The eligibility criteria for participating in the study included the following:
1. The child must be a fourth or fifth-grade elementary school student.
2. The child must have experienced remote music learning and hybrid or in-person
learning during the 2020-2021 school year.
The researcher selected the 2020-2021 school year as eligibility criteria because it was
during that time that the COVID-19 pandemic reached its peak as it related to restrictions and
disease prevention measures imposed on public schools. Most fourth and fifth students at the
school site were eligible to participate, and parents provided signed consent for participation.
Surveys were administered on a rolling basis during the child’s school day, which
paralleled the receipt of consent forms. Students who received parental consent to participate in
the study were given child assent forms to read and sign; any student participating in the survey
had permission to ask the researcher questions at any time during the study. Surveys were
administered in hand-written format, and students were given the time necessary to complete the
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survey without feeling the need to finish the survey quickly. Once the final surveys were
collected, the researcher assigned pseudonyms for each survey response sheet and entered
responses into a spreadsheet for subsequent data analysis. To maintain the accuracy of the
responses, the researcher transcribed student responses verbatim, that is, precisely what the
students wrote. Eligible students responded to the following survey questions (see Appendix B):
1. What is your age?
2. What is your grade level?
3. How did you feel about switching from in-person school to remote or hybrid school?
4. What made remote school difficult for you?
5. What made remote school easy for you?
6. What did you like about remote and hybrid school?
7. What did you dislike about remote and hybrid school?
8. Which do you like more, remote school or in-person school?
9. Tell me about any problems you had with remote and hybrid school.
10. Which type of music class do you like more, remote music class or in-person music
class?
11. What did you like the most about remote music classes and assignments?
12. What did you like the least about remote music classes and assignments?
13. Is there anything else you would like to share with me?
Students of similar age to study participants completed the survey to assess the clarity of
survey questions before administering the survey for data collection. The resulting modification
of questions improved the ability of the participant population to read and understand each
prompt. Five experienced music educators provided a peer review of the survey data collection
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instrument to verify that the questions were age-appropriate and capable of gleaning information
pertinent to the research questions. After administering the surveys, the researcher compiled the
data pertinent to music teaching and learning during the COVID-19 pandemic to analyze
recurring and overarching themes.
Data Analysis
The researcher transcribed the participant surveys and observational notes and entered
responses into an Excel spreadsheet in preparation for data analysis. The survey data was
analyzed and coded for themes using NVivo 12. The identified themes were organized and
categorized into hierarchical concepts by relationship. The categories served as the foundation
for the researcher’s theory of action based on central ideas.
Trustworthiness
Due to the phenomenological nature of the interview-style survey questions and the
information sought, elements of the phenomenological epoché weighed heavily on the
researcher. Phenomenological epoché is the act of purposefully suspending any assumptions or
biases to present the participants’ experiences accurately.139 The researcher took the necessary
precautions to avoid bias regarding the professional relationship between the students and the
researcher. Outside of the study, the researcher was the actual music teacher for the student
participants. In addition to implementing a phenomenological epoché to report the data
accurately, the researcher ensured that he had no means of identifying the student responsible for
any particular survey response. This action removed the possibility of inferences made by the
researcher not directly related to the survey responses. The observational data gathered by the
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researcher’s teaching experience during the 2020-2021 school year included some overlap,
meaning that some of the students the researcher taught during the 2020-2021 school year and
the current students taking the survey were the same people. In short, half of the fourth and fifthgrade students the researcher taught during the 2020-2021 school year were not the same
students taking this survey, as last year’s fifth-graders moved up to sixth grade. Privacy protocols
surrounding the survey data collection reduced the possibility of making inferences that the
survey responses could not substantiate.
Ethical Considerations
The researcher received permission to conduct the study from the Liberty University IRB
and the participating school to ensure ethical procedures. The study required that each subject
receive parental consent; parents received an overview of the study, including the study’s
purpose, procedures, confidentiality measures, eligibility requirements, and potential risks.
However, survey completion imposed little-to-no risk on the student participants because the
only participation requirement was to complete a survey describing their lived experiences
concerning the research topic. Student participants also signed an assent form to confirm their
understanding of the study and the ease of withdrawing without consequence.
To maintain the privacy of student participants, students did not include identifying
information on the surveys. Surveys included pseudonyms rather than personal identifiers such
as names. The researcher stored and accessed the survey data on a password-protected computer
during the study and deleted the survey data after the study’s completion. Because the researcher
had no means of identifying the authors of each survey, the study did not include member
checking or verification procedures. The researcher determined that member checking was
unnecessary because each student hand-wrote survey responses.
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CHAPTER FOUR: RESEARCH FINDINGS
Overview
This grounded theory study aimed to examine new perspectives that arose from the
COVID-19 pandemic and contribute to the remediation and repair of student learning by
exploring the lived experiences of elementary school music students. The researcher examined
the impacts of remote learning and school non-attendance on elementary school music students
to influence elementary music curriculum design. This chapter presents the findings from the
collected survey data and describes the participant’s feelings toward their remote and hybrid
music learning experiences.
Examination of the survey data resulted in the emergence of common themes amongst
the participant responses:
1. Technological issues interrupted learning.
2. Students lacked accountability regardless of whether or not they found the
assignments easy or challenging.
3. Students felt they could not interact with music remotely.
4. Engaging in music learning with friends is important to students, and students rely on
their friends for inspiration and support in the music classroom.
The themes mentioned above collectively inform the research questions and enable the
researcher to develop a theory of action regarding curricular design changes in the elementary
music classroom. The research questions addressed through the survey data and the researcher’s
theory of action are as follows:
RQ1: How do school non-attendance and remote learning due to COVID-19 impact
elementary school students?
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RQ2: How can the elementary music curriculum be leveraged or redesigned to address
the negative impacts of COVID-19 sense of isolation for elementary music students?
Participants
The participants for this study included forty elementary school students at Douglas
Elementary School in Douglas, Massachusetts. All forty student participants were in fourth or
fifth grade and had engaged in remote and hybrid music learning during the COVID-19
pandemic. Each student answered every survey question to the best of their ability and
knowledge; grammatical errors, except for spelling errors, remained intact when transcribing
their survey responses. Any following discussion of specific student participants’ responses is
referenced through pseudonyms to maintain anonymity.
Procedures
The researcher surveyed forty elementary school music students to collect data regarding
their experiences engaging in remote and hybrid learning during the COVID-19 pandemic. The
survey was thirteen questions in length; two demographic questions and eleven open-ended,
interview-style questions. The researcher administered the surveys during the students’ music
class and then utilized NVivo software as an analytical tool to code and categorize the data.
Common themes emerged as the researcher analyzed the student’s survey responses.
Data Analysis
Data analysis occurred after the researcher transcribed the survey responses. Analyzing
the data into code categories and themes allowed the researcher to better understand the
elementary music students’ lived experiences during the COVID-19 pandemic. The researcher
also learned the significant issues that impacted overall student learning. Using both NVivo and
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Microsoft Excel spreadsheets, the researcher created codes and categorized them accordingly.
After the coding process, overarching themes began to form relating to the students’ survey
responses and experiences. Table 1 displays the code categories for each survey question.

Table 1: Survey Response Code Categories
Survey Question

Code Categories

How did you feel about switching from in-person school to
remote or hybrid school?




Did not enjoy
Remote School

What made remote school difficult for you?




Needed help
Noise

What made remote school easy for you?




Home
Time

What did you like about remote and hybrid school?





Hybrid School
Friends
Played games

What did you dislike about remote and hybrid school?





Computers
Technology
Confused

Which did you like more, remote school or in-person school?





In-person
Friends
Fun

Tell me about any problems you had with remote and hybrid
school?





Remote School
Zoom
Tech. Difficulties

Which type of music class do you like more, remote music class
or in-person music class?





In-person music
Using instruments
Playing games
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What did you like the most about remote music classes and
assignments?




Fun assignments
Not that hard

What did you like the least about remote music classes and
assignments?





Not fun
Games
Assignments

Is there anything else you would like to share with me?
Full Survey






Remote learning
Being with friends
Zoom
Liked in-person

Theme Development
The themes developed from this study originate from the responses of forty fourth and
fifth-grade elementary school students. The researcher uncovered four overarching themes based
on the survey responses pertaining to the research questions: (1) technological issues interrupted
learning, (2) students lack accountability regardless of whether or not they found the assignments
easy or challenging, (3) students felt they could not interact with music remotely, and (4)
engaging in music learning with friends is important to students, and students rely on their
friends for inspiration and support in the music classroom.
Technological Issues
The student participants who engaged in remote and hybrid learning relied heavily on
technology to accomplish the schooling tasks that teachers would otherwise ask them to
complete in person. Issues relating to technology are unsurprising, due to each student’s
technical requirements to engage in remote and hybrid learning meaningfully, and the timeframe
in which students, teachers, and parents had to prepare for a change in learning platforms.
Students commented on how technology interrupted their schooling or distracted them from their
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learning when asked what they liked the least about remote learning and remote music classes.
They also commented heavily on technological issues when describing their problems when
participating in remote and hybrid learning. Most of the technological issues described by the
students required troubleshooting or simple computer inputs beyond their understanding of
computers and computer applications.
Several students described the problems they encountered when accessing Zoom for
remote classes. Zachary wrote that “we had to keep switching from Zoom to Zoom” and “there
might have been a glitch, and I couldn’t get on Zoom.” Karina described her experience using
Zoom for school as “glitchy,” as she continually got “kicked out of meetings/Zooms.” Many
students mentioned that their computers were “glitchy” or had “lag” when accessing live content
over a wireless connection. This suggests that the students’ at-home wireless networks did not
meet the minimum specifications for the high-volume traffic needed for online learning. Erin
even stated that “sometimes I would not have good internet and it would glitch and miss
directions” when writing about how remote learning was difficult. Other students simply said
their computers were “broken” when facing technical difficulties.
Another common complaint about technology revolved around the use of Google
Classroom; Google Classroom and Zoom were the two platforms selected by the school district
leadership as the approved platforms for remote and hybrid learning. The district required that all
teachers and students become proficient in its use. Students commented on how music
assignments were different because they had to complete them on Google Classroom. In these
circumstances, Google Classroom itself was functioning correctly; however, the Google
Classroom learning platform did not lend itself to the assignments the students typically
completed in an in-person classroom. Retrofitting an elementary music class in Google
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Classroom became an impediment and a learning barrier for students rather than a helpful tool.
Alex wrote that it was “harder to follow instructions because they couldn’t show us what to do,”
when describing asynchronous remote learning.
Not all comments regarding the use of technology were negative. Out of the eighteen
students who specifically mentioned the word “computer” in their survey responses, only three
provided positive comments and greatly preferred remote learning and technology rather than inperson schooling. Nick preferred remote learning and wrote, “it was easy because I am good
with computers.” Stephanie thought “doing school work on the computer” was easier when
asked what made remote and hybrid learning easy.
Accountability
Student survey responses alluded to an overall lack of student accountability when
engaging in remote and hybrid instruction. Technological issues halted any form of
accountability, as teachers in the school district could not hold students accountable for any
missed work; the student survey responses discussed above corroborate this issue. The use of
technology also impacted the teachers, as students could not access teachers consistently for help
with assignments, and teachers were not allowed to assume that the students had equal access to
technology and educational materials. Corey commented, “I could not always talk to the
teacher,” and Nicole wrote, “I had less help understanding what I was learning.”
The at-home situation for each student was unique and contributed to the accountability
issues. For example, Zachary complained about the noise in his home while trying to complete
schoolwork and attend classes on Zoom: “there was always noise in the house like another
meeting. It was not easy to contact teachers if I misunderstood the directions.” In Zachary’s
situation, the teacher had no control over Zachary’s environment and could not hold him
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accountable for his struggles in the class. Another student also expressed concerns with their
quality of work due to their at-home environment, “working was hard with so much noise.”
Some more comments the students wrote corroborating the difficulties holding students
accountable include: “What made remote school difficult for me was the fact that I had to do it
myself. I needed help,” and “what I liked the least about remote music classes and assignments is
that if I needed help and my parents don’t know it, then I don’t know what to do.”
Other at-home situations were not conducive to learning due to an overall lack of parental
oversight. Students commented that they could do whatever they wanted during remote learning,
suggesting that parents were either unaware that their children were not attending schoolwork or
did not value the remote platform enough to ensure that their children were engaged in school
appropriately. The most noteworthy comments demonstrating a lack of parental oversight
include: “I liked that I had lots of breaks,” “my friends came over, and we played games,” “I
liked playing games and watching videos,” “I could stay in my pj’s all day,” and “I like remote
better because we got to do anything we want.” The above comments are all things teachers
cannot manage when teaching in a remote or hybrid model.
The survey responses also revealed an opposite issue with accountability. Not only were
teachers unable to hold students accountable due to particular struggles, but they were also
unable to verify that the students were completing the work independently in many situations.
Alana wrote how her remote learning experience was not challenging for her: “Mom could help
me with hard assignments.” Mila was in a similar situation when working remotely. She wrote
that “what I liked the most about remote music classes and assignments is that I can do my
assignments with my Memere.” Unfortunately, teachers could not verify that the work was
authentic and owned by the students under these circumstances.
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Interacting with Music
Student comments regarding remote music class focused heavily on their overall inability
to physically interact with music. Moving to music and engaging with music more traditionally
seemed important to the students. They expected to sing, dance, move, and play in music class.
However, remote learning did not meet those expectations. When asked what issues they had
with remote music class, many students mentioned that they disliked sitting and listening for
entire classes. Michael complained that there was “too much sitting down” and “it is boring
because you can’t do anything.” When expressing their preference toward in-person learning,
many comments focused on the ability to play games, sing, move, and use instruments. Zachary
was especially vocal in his comments as he wrote, “I least liked to stay home and stare at a
screen all day” and “we would not play any fun games.” Erin commented that “when I switched
to remote, it was hard to learn, and we had different assignments instead of doing our normal
work, singing, and games.” The following comments are each from different students explaining
their preference for in-person music class as it relates to interacting with music:
1. “In-person music class because we got to play games.”
2. “I like in-person music more because we can play games.”
3. “I like in-person more because we can use the xylophones.”
4. “I like in-person better because we get up and move.”
5. “In-person because we got to play ukulele.”
6. “In-person more because it was easier to learn and more fun games and singing.”
7. “In-person because we can use the instruments.”
8. “In-person because we can play games and use the instruments.”
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Comparatively, students also described what they enjoyed and preferred from remote
music classes. However, only four students preferred remote learning over in-person learning.
Those four students preferred remote learning because they enjoyed the “cool videos” and the
independence associated with remote instruction. They did not feel pressured to interact with
music in ways they did not prefer.
Social Aspects of Learning
The survey results made it abundantly clear that the students preferred music class to
interact with their friends and physically make music with them. The most common reason for
disliking remote learning and preferring in-person learning was the overall lack of social
interaction. Students complained that they could not engage with their friends remotely, which
demotivated them when it came to participating. Students stated that they were upset, bored, and
lonely during remote instruction because they could not interact with their friends. The following
comments are sampled from different students explaining their preference for in-person music
class as it relates to the communal components of schooling and music:
1. “I felt sad because I could not see my friends.”
2. “At first, I thought it was fun being at home, but then it got boring because I could not be
with my friends.”
3. “It wasn’t more difficult for me. I just wanted to do it with my friends.”
4. “I disliked the fact that I was alone in remote and hybrid school.”
5. “I liked in-person more because I could see my teachers and friends, and I could go
hands-on in my learning.”
6. “In-person because I could use instruments with my friends.”
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Student Preferences: Learning Platforms
In-person learning was preferred by thirty-four, or 85%, of the forty students who fully
completed the survey. Their preference for in-person learning originated from the fear of the
unknown. However, as time passed and they grew accustomed to remote learning, they formed
opinions based on the opportunities or lack thereof that remote learning provided. The survey
made this evident when comparing their responses to how they felt about the initial switch to
remote learning and their feelings after experiencing it for an extended period. The themes
mentioned above outline their reasoning for preferring in-person learning.
Despite an overwhelming majority of comments favoring in-person learning, some
students appeared to have benefited from or preferred remote learning. Comments in defense of
remote learning ranged from being able to “stay in pajamas all day,” and getting “help from my
parents,” to “not having to wear masks,” “being with my dog,” and doing “stuff at my own
pace.” The few students who preferred remote learning for educational purposes enjoyed being
independent, working at their own pace, and using their own methods to complete work. Other
students enjoyed remote learning simply because there were fewer responsibilities and
requirements when teacher access was inconsistent. However, when asked how they felt about
switching from in-person learning to remote learning, they responded with indifference; their
preference for remote learning grew as the school year progressed.
Summary
This grounded theory study surveyed the experiences and perspectives of forty
elementary school participants. The researcher collected hand-written survey responses and
transcribed the responses into Microsoft Excel for both manual coding and automated coding
through NVivo. The researcher developed code categories and themes through the coding
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process to inform the research questions and the researcher’s theory of action. Each student
participant engaged in both remote and in-person learning during the 2020-2021 school year and
answered 13 questions based on their experiences; these consisted of two demographic questions
and eleven open-ended questions. Survey results indicate that students greatly prefer in-person
learning over remote learning and had to endure issues relating to technology, accountability,
musical interaction, and social interaction.
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CHAPTER 5: CONCLUSION
Overview
This chapter summarizes the purpose and significance of the study. Also included are
discussions of the findings and the researcher’s theory of action in response to the research
questions. The chapter concludes with implications and recommendations for elementary general
music educators teaching during the COVID-19 pandemic. A thesis summary comprises the final
section to provide clarification and encourage further research.
Summary of Study
This grounded theory study examined the perspectives of forty elementary school music
students who engaged in both remote and in-person music learning during the COVID-19
pandemic, specifically, the 2020-2021 school year. Elementary student perspectives have gone
unexplored and undocumented during the pandemic, favoring an educators’ or adults’
perspective. The preference for an educators’ perspective is evident when searching for articles
and documents about the pandemic, as most of the content is from an adult perspective. For
example, a study by Akin Isik examined children’s experiences during the pandemic from their
mothers’ perspective.140 Upon completion of the study, the researcher developed a theory of
action based on the student participant responses regarding how the music curriculum could be
modified or fitted to mitigate the adverse effects of the pandemic.
The researcher developed two research questions regarding the effects of the COVID-19
pandemic on students and how the music education curriculum may help. Research question one

Rabiye Akın Işık, Nebahat Bora Güneş, and Yunus Kaya, "Experiences of Children (Ages 6–12) During
COVID‐19 Pandemic From Mothers' Perspectives," Journal of Child and Adolescent Psychiatric Nursing, 2021, 1,
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asked how remote learning and school non-attendance impacted students during the COVID-19
pandemic. Research question two focused on a theory of action for how the general music
curriculum can be leveraged or redesigned to address the negative impacts of COVID-19 sense
of isolation for elementary music students. Addressing both research questions required
surveying forty students on their school experiences during the 2020-2021 school year and
coding and analyzing their responses for theme development.
Four themes resulted from the data analysis relating to technology, accountability,
musical interaction, and social interaction. The researcher took necessary precautions to remove
any potential bias using elements of phenomenological epoché. This study was limited to the
elementary school students in one school, and the measures above helped to ensure data was
uninfluenced by the researcher’s professional relationship with the students. The lack of existing
literature on the impact of COVID-19 on education in the United States at the inception of this
study was a further limitation.
Summary of Purpose
This grounded theory study aimed to examine new perspectives that arose from the
COVID-19 pandemic and contribute to the remediation and repair of student learning through
thoughtful curricular design changes as they relate to music teaching at the elementary level. The
new perspectives examined were the lived experiences of elementary school music students.
Lived experiences are considered the participant’s involvement in remote learning during the
2020-2021 school year due to the COVID-19 pandemic. Exploration of qualitative student
survey data and existing literature assisted the discussion of educational issues caused by the
pandemic and the required steps to correct such issues.
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Summary of Significance
This study was crucial for improving and updating the elementary general music
curriculum. Due to the pandemic upending typical curriculum development processes, there was
a need to investigate the elementary general music curriculum and the adverse effects the
COVID-19 pandemic has had on elementary music students. Few studies have addressed music
teaching and learning during the COVID-19 pandemic. However, the studies that include the
topic were from the educators’ perspective or addressed students in an older age group. This
study’s focus on the elementary music students’ perspective was unique compared to the few
existing studies related to music teaching during the pandemic.
The study was crucial to improving students’ well-being in the elementary general music
classroom. The answers to the questions in this study may identify ways educators can address
non-musical concerns created by the pandemic, such as a sense of belonging. The theory of
action resulting from this study may directly and immediately apply to existing elementary music
classroom curricula and practices. Under normal circumstances, educators foster a sense of
belonging in the classroom organically through shared activity. However, the pandemic forced
educators to react to the issues it has caused by making concerted efforts to create a safe space
and reduce pandemic-related stress. A study conducted by Elizabeth Parker outlines the need for
stress reduction in the music classroom; the pandemic only exacerbated stress levels during
music instruction and supported the need for study. Parker stated in her research that “student
belonging can be facilitated through specific steps taken by the choral director.” 141 This study
applied Parker’s concept to the elementary general music teacher to contribute to the limited
body of related research.

141

Parker, “Exploring Student Experiences of Belonging,” 350.

56
Finally, this study chronicled a unique historical global event that encourages further
research in various music education contexts. Individual perceptions of a shared experience may
vary widely from place to place. This study was but one group’s perception of an event and
encouraged research in other contexts. Reproducing this study in other contexts may uncover
different ways educators can leverage the music curriculum in their own teaching situations.
Discussion
The COVID-19 pandemic had adverse effects on elementary school music students and
the elementary general music curriculum; curriculum development processes became entirely
upended by the COVID-19 pandemic. Surviving the school year and converting in-person
content to a remote or hybrid platform became the priority for many teachers. 142 The newness of
the pandemic and the problems it had caused raised questions regarding the elementary general
music curriculum and the adverse effects the COVID-19 pandemic had on elementary music
students. The researcher answered the first research question viewing the student survey
responses and themes identified through coding and analysis. Developing a theory of action for
the second research question required considering the student survey responses, themes, and the
answers to the first research question. To maintain the integrity of the study, the researcher made
no assumptions or hypotheses regarding the research questions before data collection and
analysis. This maintained the integrity of the grounded theory study and allowed for the students’
perceptions to be the primary focus.
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Research Question One
The first research question the researcher sought to answer was, “In what ways, if any, do
school non-attendance and remote learning due to COVID-19 impact elementary school
students?” The four themes that emerged from the analysis of the student survey responses
informed the answer to this research question based on their perspective. First, the abrupt
incorporation of technology impacted elementary school students by interrupting typical learning
processes and sequences. Students could not engage in fundamental skill development in their
classes due to the interruptions technology caused. Students noted that specific technology
elements integrated into the remote classroom caused issues and an overall lack of understanding
and time-on-task. These elements included Zoom, Google Classroom, and a general absence of
computer literacy. Zachary noted his issues with Zoom: “we had to keep switching from Zoom to
Zoom” and “there might have been a glitch, and I couldn’t get on Zoom.” Others reduced their
comments to state that their computers were “broken,” suggesting they did not have enough
computer literacy to explain what was wrong and how to troubleshoot the technical problem. The
abrupt nature of the pandemic was not conducive to teaching a new technology platform to
students while keeping the students up-to-date on their current curricular path in all content
areas. In short, remote learning and non-attendance impacted students through abrupt technology
implementation by reducing time spent learning and developing necessary skills at such a
formative stage in their lives.
Another way remote learning impacted students was through a lack of accountability.
Teachers could not hold students accountable for their classwork during the pandemic while
participating remotely; this was a test in intrinsic motivation for students. Students were well
aware that teachers had no recourse when they did not complete schoolwork and grew
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accustomed to this during the school year. This lack of accountability and motivation for success
contributed to undesirable habits for some students to overcome. One student even wrote, “I like
remote better because we got to do anything we want,” implying that there was little to no
parental oversight or accountability; teachers could not manage these issues or instill motivation
and pride to complete work from behind a computer screen. Continuing to hold students
accountable was necessary for their success and a sense of motivation and pride in their learning.
The remote learning environment imposed on students and teachers during the COVID-19
pandemic impacted students by abetting demotivation and an unwillingness to work.
The social aspects of attending a school play a significant role in students’ lives. The
student participants made it clear that remote learning did not provide their desired interactive
environment. Opportunities students usually took for granted, such as casual conversations with
classmates and friends, could not occur during a Zoom meeting. When asked about remote music
classes using Zoom, one student wrote, “What I liked the least was that I could not talk with my
friends because you would be talking over the teacher.” Teachers inundated students with
lectures and content for the duration of the remote class time, leaving students with little to no
time to interact with their peers in a remote environment. Students stated that they were upset,
bored, and lonely during remote instruction because they could not interact with their friends.
Their feelings toward remote learning and isolation during the pandemic were not
unfounded. Two recent studies examined students’ and adults’ mental health and cognitive
function throughout the pandemic isolation. A study by Jasmine Raw examined children's mental
health during the first wave of pandemic lockdowns. It concluded that hyperactivity, inattention,
and emotional symptoms were consistent with the national timeframe of the lockdown, peaking
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when the most restrictive measures took place.143 Relationships also existed between children’s
at-home situations, hyperactivity, behavior problems, inattention, and emotional symptoms.144
Another study, conducted by Ingram, Hand, and Maciejewski, examined the effects prolonged
isolation had on people during the pandemic and concluded that it was damaging to people’s
overall cognitive function.145 They indicated a relationship between social isolation and cognitive
decline regarding decision-making, time perception, and reduced physical activity. 146 These
discoveries both justify and align with the student survey responses. Their statements and
concerns with remote learning coincide with the above ramifications of isolation and lack of
social interaction.
Research Question Two
The second research question the researcher sought to answer was, “In what ways, if any,
can the elementary music curriculum be leveraged or redesigned to address the negative impacts
of COVID-19 sense of isolation for elementary music students?” The student participant
responses and accompanying themes informed the answer to the research question, concluding
with the development of a theory of action. The resulting theory of action prioritized academic
and social-emotional curricular components. The researcher hypothesized that the following
strategies mitigate sense of isolation students felt during the pandemic.
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First, students’ lack of understanding of technology and its use contributed to the
barrier between them and other students, impairing their ability to interact in meaningful ways.
This misunderstanding and misuse of the technology intended to ease isolation, frustrated
students as they struggled to overcome technical issues while attempting to learn. If music
educators implement music technology or music technology literacy components into their
curriculum, teachers could equip students to interact musically with their peers when they are not
physically present. Allowing students to engage with music and their peers using music
technologies such as keyboard and music production software, would aid their musicianship
development as well. Incorporating music technology literacy would also contribute to the
remediation associated with the loss of learning time for the students during the pandemic. Based
on their responses, the students did not meet their teacher's curricular goals during that school
year. Music technology literacy would address curricular musicianship goals and feelings of
isolation if implemented with interactivity in mind.
Music-making is an inherently communal and social activity at the elementary level.147
Musicianship skill development and music-making do not typically occur in a vacuum; musical
interactions with other music-makers help develop both musicianship skills and social skills at a
young age. Developing formative musicianship skills, or opportunities for students to develop
their musicianship with their peers, dwindled during the pandemic. The music teacher thus
became responsible for addressing the musical deficiencies and adjacent social deficiencies the
pandemic caused. If music educators implement or reimplement the beginning stages of
Gordon’s Music Learning Theory and vernacular musicianship in their curriculum, students will
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engage in developmentally appropriate and socially rich music-making practices with the
potential for musical and social remediation.
Students’ most apparent pandemic restriction was social and physical isolation from their
peers. Music educators must make a concerted effort to bring the social components of musicmaking to the foreground by ingraining social and emotional learning into their curriculum and
by teaching social and emotional skills with intent. Incorporating vernacular musicianship as a
means of allowing students to engage with their peers in musically and socially acceptable ways
is but one way to address the problem. SEL and musical social-emotional learning existed before
the pandemic, and students already had their own social and emotional challenges to overcome.
However, the pandemic amplified students' social and emotional skill development deficiencies
by adding new stressors. Students also made music together before the pandemic. Since nearly
two years had passed since the start of the pandemic, students may need dedicated time to
practice SEL skills and engage in what was their vernacular pre-pandemic musicianship.
Lastly, pandemic-induced isolation had a detrimental effect on students' overall
motivation and personal accountability. Students grew accustomed to having limited
accountability in school during remote and hybrid learning, and returning to in-person learning
with a demotivated mindset could result in poorer student performance in all subject areas.
Students also had very little control over what they could and could not do during the pandemic.
If music educators give students a greater sense of control of their learning and musicianship in
the classroom, including allowing students to exhibit some control over the content and learning
process, they may feel more motivated to engage in post-pandemic learning.
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Implications for Practice
The above theories of action have far-reaching implications for the elementary general
music teacher and their respective curriculum. Implementing these curricular modifications to
alleviate the negative effects of pandemic-related isolation may, in many circumstances, result in
less time for students to engage in traditional general music-related content. However, addressing
these negative effects may benefit students in the long term as they develop or redevelop into
more well-rounded students. A curricular balance or a strategic combination of SEL and music
teaching methodology is necessary to maximize a curriculum's ability to remediate formative
social skills and develop musicianship. The findings of this study may help elementary music
educators determine which curricular components they want to redesign or leverage to address
the harmful effects of pandemic-related isolation on students. Because every teaching situation is
different, not all of the findings or theories of action mentioned above may benefit educators and
students in the same way. It is incumbent on each music teacher to use their best judgement
when modifying their curriculum.
The first theory of action, the inclusion of music technology literacy to address technical
issues students faced, has the potential to change the traditional general music classroom
drastically if the educator is willing to allow it. The elementary general music teacher may
consider computer-related music technologies a unit or means of instruction to encourage the
technological agency lacking during the pandemic. Including music productivity tools and music
production software in the curriculum and teaching students how to use these programs
independently may allow more meaningful interaction between students while completing music
technology unit projects together in person and remotely outside of school. Music education
technology can also be applied more subtly to the general music curriculum as a tool to teach

63
students in their vernacular. Because technology is a significant component in students' lives,
subtle nods to technology in the classroom could benefit the students by making them feel more
comfortable as students often engage in music via technology outside of school.148 Offering
students the opportunity to demonstrate musical content understanding using technology may be
a successful way to differentiate instruction and motivate the students to participate.
The second theory of action, the implementation or reimplementation of MLT or
vernacular musicianship to address musicianship remediation and SEL, may or may not include
significant redesigning of a curriculum depending on if educators are currently practicing that
methodology. Little may need to change for music educators to implement this suggestion
successfully if components of sequential, audiation-based instruction and SEL are already taking
place in the classroom. However, in circumstances where this is new, care and consideration are
necessary to incorporate SEL and sequential music learning with intent. This means that
educators would have to modify their curriculum to replace some of the time initially intended
for music learning with SEL instruction related to music and other areas. Music educators may
be wary of this because class time is often precious, but SEL instruction applies to music and can
improve student communication and efficiency both in and out of the classroom. One might even
notice positive behavioral changes as a result of SEL implementation.
Incorporating SEL and MSEL in a music curriculum may also help to address the effects
of pandemic-induced physical isolation. Educators can address SEL concepts through their music
instruction by creating SEL curricular goals relating to students’ personal and musical decisions
and social awareness related to the classroom or ensemble.149 Musicians of all ages need
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appropriate social skills to interact with each other. Otherwise, students and musicians would
struggle to make music in emotional and meaningful ways. Shifting the curricular focus away
from music content knowledge and toward the interaction and relationships of others in a
musical setting would benefit students' musicianship and the underdeveloped social skills during
the pandemic.
Lastly, and arguably the most significant implication on the elementary music
curriculum, would be a music educator relinquishing some control over the curriculum after
allowing students to have a voice in what and how they learn. Rather than enact complete control
over the curriculum, educators may consider including student-guided units where the students
inform the curricular choices and the educator simply moderates and help to keep the students on
track. This could improve students’ overall motivation and accountability as the pandemic did
not offer students opportunities to develop intrinsic motivation or personal accountability. Group
and project-based assignments may be a good start for an educator attempting to implement such
a change for the first time. Students could choose to complete a given project or assignment in
various ways. Offering such agency has the potential to improve motivation and a willingness to
learn that students lost during the pandemic.
Limitations
This study was limited in scope to the experiences and perspectives of students in one
elementary school in Douglas, Massachusetts. Limiting the study to one elementary school was
convenient for the researcher and participants and allowed better control of the eligibility criteria
and survey questions. The researcher’s role and existing professional relationship with the
student participants were also limitations. Expanding the participant pool to create more diversity
amongst participants and deploying a researcher that has never met the participants previously
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may yield more generalizable results. Lastly, the lack of existing literature on the impact
COVID-19 had on education in the United States was also a limitation. This suggests that this
study was amongst the first of its kind, and the findings were exploratory and could encourage
replication to validate the results further.
Recommendations for Future Study
Based on the inherent limitations of this study, it is incumbent that another researcher
replicates this study with a larger, more diverse participant pool that has no existing professional
relationship with the researcher. Doing so would remove the researcher from any potential vested
interest in the context of the study and school environment. Replicating this study in an urban
setting would also provide necessary comparative information regarding the effects of the
pandemic on student populations. Additional research is required to offer theories of action for
different educational and musical contexts and determine if this action theory is viable. Due to
the nature of this study being narrow in scope to one particular teaching environment, the
resulting action theory this study offers may not be appropriate in all contexts. Only further
research on the topic would determine the utility of this action theory in various teaching
situations.
Summary
Developing a meaningful curriculum is a necessary component of music teaching and
learning. Music educators must identify and meet the needs of the students. Those needs,
however, change as society changes. As such, the music education curriculum must be a living
document that changes to meet the student's evolving needs and the need of the surrounding
community. This study examined the otherwise unheard perspective of students experiencing a
shared and rare phenomenon, the COVID-19 pandemic, and the curricular changes necessary to
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meet the new needs of the students after the phenomenon. Curricular components such as SEL,
MSEL, MLT, vernacular musicianship, and technology all have a place in the music curriculum
and have utility in the post-pandemic curriculum. This study offers qualitative hypotheses for
redesigning the music curriculum to address the negative impact of isolation students felt during
the pandemic. Although it is necessary to test the hypotheses suggested above, the findings of
this study reinforce best teaching practices and justify their use now more than ever.
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Appendix B: Survey Questions
1. What is your age?
2. What is your grade level?
Please provide an explanation for each of the following questions.
3. How did you feel about switching from in-person school to remote or hybrid school?
4. What made remote school difficult for you?
5. What made remote school easy for you?
6. What did you like about remote and hybrid school?
7. What did you dislike about remote and hybrid school?
8. Which do you like more, remote school or in-person school?
9. Tell me about any problems you had with remote and hybrid school.
10. Which type of music class do you like more, remote music class or in-person music
class?
11. What did you like the most about remote music classes and assignments?
12. What did you like the least about remote music classes and assignments?
13. Is there anything else you would like to share with me?

